Heritage schools are part time community-based educational institutions offering language and cultural education. We suggest that the UK government is keen to promote diverse, enterprising, community-based educational action and, simultaneously, keen to promote a particular values-based national identity. In general terms we would expect Heritage schools to be supported for their contribution to communities and as an example of enterprise, but they are instead viewed by the government with suspicion. Following introductory comments, the bulk of the article is given over to an identification of and discussion about 7 tensions in debates about Heritage schools that illuminate thinking and practice about aspects of citizenship and citizenship education.
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Heritage schools: a lens through which we may better understand citizenship and citizenship education
In a political climate infused by security concerns, vigorous efforts are being made to influence communities. A plethora of initiatives relating to these concerns, including the identification and promotion of Fundamental British Values (FBV), link directly with educational policy and practice and have particular resonance in Heritage (or, supplementary) schools. In this article we explore debates about Heritage schools, arguing that by doing so we can illuminate the nature of aspects of citizenship and citizenship education. We suggest that this illumination allows us to enhance the possibility of positive and consensual educational policy and practice in relation to citizenship issues, generally, and also in relation to specific initiatives about citizenship and character.
In this article we define our key terms, describe relevant contextual matters and discuss 7 key issues that illuminate citizenship and citizenship education. We discuss relevant overarching elements of government education policy; the definition of Heritage schools; their relationship with equality; their meaning in relation to diversity; their contribution to achievement generally; the ways in which they relate to language education; and the possible interactions with policy and practice of citizenship and character education.
Developing our argument about Heritage schools
This article is not a literature review. Indeed, given the pros and cons associated with systematic reviews of literature (e.g., see MacLure 2005) we did not wish to do that sort of work. However, we have developed our argument about citizenship and citizenship education on the basis of some reading as well as our own academic and professional experience. We used a variety of search strategies to help develop our thinking. Firstly, we used key terms (Heritage schools; British values; character; teachers' perceptions/beliefs; language; ethnicity; diversity) in simple google searches giving 118 rather disparately focused results. Secondly, attempting to refine matters, we achieved 307 results from a search of ERIC using the key words 'supplementary schools UK' with 69 results when the search was restricted to publication since 2011 3 (and 250 results when UK was removed). Thirdly, abstracts were reviewed for 20 pages of Google scholar leading to the downloading of 29 articles. Fourthly, this material was supplemented by drawing from other sources. In particular we made use of a recently completed project 'creating citizenship communities' (Davies et al 2014) which included a literature review of 154 studies principally published since roughly the end of the 1990s (to include the publication of the Crick Report, QCA 1998) to 2011, for students aged 11-18 in England (but not excluding reflection on other contexts) with key word searching ('community cohesion', 'citizenship', 'citizenship education' and 'youth community engagement') of several databases (British Education Index (BEI), Education Resources Information Center (ERIC); PsycINFO; Social Policy and Practice; CERUKplus). Finally, there has also been use of material that has been identified through less formal and explicitly declared means.
Recommendations from colleagues, following up items in articles that were identified through formal searches and so on were, as always, useful.
Tensions and key questions about Heritage schools
We are suggesting that Heritage schools provide a lens through which we can think about citizenship and citizenship education. Citizenship is a formal legal and political status, a sense of belonging and identity and also a set of practices (from the passive or at times negatively framed acts of not breaking laws to the more engaged and adversarial aspects of associational life). In this section of the article we draw attention to seven issues about Heritage schools that help reveal the nature of citizenship and citizenship education. We suggest that identifying those issues and seeking to achieve greater clarity about them will help in the development of a professional citizenship dialogue that is likely to enhance the potential for positive community relations generally within the UK and to improve education, specifically within the educational jurisdiction of England.
Issue 1: Overarching considerations of education and policy making in a democracy:
promoting freedom and securing control There is confusion and uncertainty about fundamental matters associated with government educational policy and this impacts on the ways in which Heritage 4 schools are characterized and perceived. Debates about these matters illuminate the nature of citizenship. The current (2016) UK government has always signalled its intention in schools in England to ensure that teachers and schools have greater autonomy. We suggest that in terms of a general approach to policy making, structural reform of schools and regarding particular issues there are tensions between the government's desire to promote freedom and, on the other hand, to secure control. In order to achieve the government's goal of freedom in education only certain ideas, structures and perspectives on issues are to be allowed. It is unlikely that these values would be opposed by most reasonable people when cast broadly. But the government's statement hides several significant matters. It is not clear why these values are necessarily or exclusively British, or whether they are intended as a goal for -or, an indication of existing practices among -people who live in Britain. It is not clear whether 'democracy' is seen as a value, a process or a system of government. What has been included as FBV is as subject to discussion as what has been excluded (so, for example, there is a clear emphasis on the rule of law as opposed to the right and duty to challenge injustice). The particular way in which FBV connects with education policy and practice is important. The Department for Education has issued considerable guidance about FBV. This is unsurprising as the drive for freedom has always been intended by members of the current government. signalled that action would be taken to deal with a situation in which "teachers have been deprived of professional freedom" http://news.bbc.co.uk/nol/shared/bsp/hi/pdfs/07_10_09govespeech.pdf 5 However, this overarching desire to promote freedom is occurring at the same time as a preference for that freedom to be directed towards particular ends. In the same speech as Gove declared his intention to reverse measures which have led to teachers losing freedom he declared that particular approaches would not be tolerated:
We will tackle head on the defeatism, the political correctness and the entrenched culture of dumbing down that is at the heart of our educational establishment…. Out of touch bureaucrats have imposed faddy ideologies on our schools which ignore the evidence of what really works in education.
http://news.bbc.co.uk/nol/shared/bsp/hi/pdfs/07_10_09govespeech.pdf This general approach to increasing freedom and autonomy, together with tensions regarding control, is also seen in structural school reforms. The rise of Academy Schools (i.e., state funded schools which are free from local authority control) and Free Schools (which have greater freedoms than Academies) seem also to suggest that freedom and autonomy are to be achieved only in specific ways. All maintained schools in England were until very recently required to become Academies (about which there has been strong opposition, e.g., Helm and Adams, 2016 , and some softening of the government's approach).
When specific issues are examined a similar approach may be seen to this discussion about freedom and control. The so-called 'Trojan Horse affair' in Birmingham provides an illustration of an issue in which there is a clash between the government's preference for freedom and the perceived need to control in order to achieve that freedom. Some schools in Birmingham with Muslim staff and students were stopped by the government from acting in particular ways due to concerns that diversity was not being respected (Arthur 2015) . As perhaps part of that concern for schools to act autonomously but only in relation to actions within officially set parameters, government support is generally not forthcoming for Heritage schools. Once this basic tension between freedom and control and between generic and specific forms of autonomy in relation to fundamental values is considered it should become easier to discuss the educational experience offered by Heritage schools and thereby easier to discuss the nature of citizenship that is being promoted. However, as may be seen from the phrasing used in the above quotation and in the context of fiercely contested debates about security and forms of education that are most appropriate to safety and national unity, the very title of 'Heritage schools' is controversial. It is by showing the very wide range of meanings associated with Heritage schools that we are able to identify the nature of how they relate to society.
Citizenship issues are obviously relevant when we are considering ways in which communities interact with government. In order to identify the nature of that interaction we need to know how to define or characterize these schools.
There is a sense in which the establishment of these schools suggests that the heritage of those who have (relatively) recently arrived in the UK may be seen less positively than others' backgrounds. If all cultures were regarded equally positively and catered for it might seem unnecessary to establish schools with the purpose of exploring heritage culture. This imbalance between cultures and differences over the value of these schools may suggest that the schools are not necessary or that they would be developed only in relation to a deficit model (applied to either the mainstream or as a way of rectifying problems faced within a particular community) (Walters 2011 This issue may be raised as Heritage schools are not all the same (Hall et al 2002) refer to 4 types of school that focus on different objectives: mother tongue; religious; culture and history; supplementary mainstream. provide a fairly similar outline:
The first category of schools is those designed to support children in mainstream educational subjects, where the provision is intended to raise the level of success in educational attainment…. The second category is made up of schools which aim to maintain the cultural and/or language traditions of a particular community…. The final category of schools is those which are organised to promote educational and other values that are distinctly counter to the values found in mainstream education.
Maylor et al suggest it may be possible to relate some of these different types of school to particular groups. Attempts to raise achievement in mainstream schools may, for example, be perceived to be particularly pertinent to Afro-Caribbean students; an emphasis on cultural and language traditions may apply for example to students of Asian heritage in Leicester; and opposition to mainstream educational thinking may be found among those groups that prefer home schooling. But, of course, these are generalizations which may be completely inappropriate to specific circumstances and they are not the only purposes and groups that could be mentioned.
Perhaps much additional schooling paid for by parents or others could be seen as relating to this field. Bregvadze (2012, p.80) for example refers to: fee based supplementary instruction to children in academic subjects that they study in the mainstream education system.
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As well as the very significant differences between the focus of these schools there are differences in practical arrangements. Some have attempted overarching descriptions although the extent of difference is very significant. Hall et al suggest that these schools are voluntary; poorly funded; occupy poor accommodation; are staffed by untrained teachers; and enjoy high levels of parental and community support. Students are taught in mixed groups by ability, age and at times (but not always) separately by gender. The ethos of the schools is often characterized by discipline and formality with the curriculum designed to promote pride in one's home culture and community language(s). But these things are by no means common.
Generally, the schools promote group solidarity with community interest being seen as important as individual interests and with a keen interest in the nature and amount of progress being achieved by their students when they are in 'mainstream' schools. congruent with the drive from many to encourage parents to become engaged (e.g. Bastiani 2000 , Chowdry et al 2009 , Strand 2007 . In relation to specific groups that are not always involved in schools there is at times seen to be particular benefits that may be achieved through the heritage movement. For example, Chinese language schools foster a sense of civic duty in immigrants, who are often criticized for their lack of civic participation (Zhou and Li 2003, p.69) In part the difficulties about making sense of these distinctions and overlaps may relate to 3 complex debates about equality and education.
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Firstly, Heritage schools may be more or less loosely connected to the state. Karsten (2006) suggests that states may be intrusive, emphasise self-provision or be facilitative in the achievement of education. And these different approaches may be seen to work more or less effectively. These different perspectives lead to different actions. In England, Karsten suggests, no state money would be given directly to independent schools; in some countries private schools may receive government grants (France, Italy, Portugal); and in some locations there are grant aided private schools (Ireland, Germany, Belgium, Denmark, Sweden, Luxembourg). These practical matters can also be recognized through the particular ways in which initiatives are managed and whether or not intended outcomes are achieved. In the US, for example, the attempt to provide, through supplementary education services (SES), support for those in greatest need is largely regarded as having failed. Mesecar (2015) suggests that "the federal government created and defined the operation of the SES market but was not a direct consumer of its services [and the initiative] was ultimately compromised by unrealistic aspirations and unclear mandates" (p.4).
Secondly, beyond practical issues of what occurs there are ideological preferences that are relevant to Heritage schools and issues of equality. In essence the existence of Heritage schools suggests that preferences are being expressed for particular forms of liberalism. In some forms of liberalism there will be allowances made for flexibility within a common approach but in others there may be decisions made about the right of groups to establish what they wish, even if that is in opposition to the values of the state. We will return to this point below in discussing reactions to perceived radicalization but will state briefly here that where official preferences exist for commonality we may perceive less commitment to multiculturalism and more attention directed towards civic integration. it cannot be implied that there is a linear and one-directional relationship between the rise of the private sphere and greater social injustice, primarily because what constitutes the 'private' is perhaps more fluid than is often assumed. Relatedly, the second main conclusion is that it must be recognised that social justice is multidimensional, and that the positive influence of the public or private sphere in one dimension may have negative consequences in another dimension. ……A broader sense of the public sphere would recognise not one public but many. It would not be a public sphere that was commensurate with the state, but one which would hold the state to account (Power and Taylor 2013, p.476) It is not possible to provide a simple summary of all the many issues relevant to the above but Maussen and Bader (2015) refer to 4 transformations that may be relevant: secularisation; the personalisation of politics; relations between state and society involving "welfare state recalibration" (p.5); and the impact of "supranational human rights regimes" (p.6). These authors usefully suggest that there are tensions that exist within and between supplementary schools. Those tensions are:
1. The right to freedom of education interpreted as parental choice can conflict with the (proto-) freedoms of pupils, increasingly gaining in 'autonomy'.
2. Organisational, educational, and pedagogical freedoms of religious schools may conflict with principles and rights of non-discrimination.
3. Associational freedoms of religious schools to select students can be in tension with rights of equal educational opportunities for all. In light of the above we wish to suggest that the meaning of equality is of immediate relevance to our developing understanding of Heritage schools. Simple insistence that Heritage schools do (or, do not) promote equality are unlikely to be meaningful. The complexities associated with Heritage schools and equalities mean that it is highly likely that there will be tensions in discussions about those schools. These debates suggest that Heritage schools are a lens through which citizenship issues are revealed.
We also suggest that many of the debates about equality are very closely connected to discussion about diversity and we turn to that area now. In part that recognition of specific need is aligned with perceptions by some of the appropriateness of allocating public resources to Heritage schools and this, of course, links with many of the points made above about equality. Some suggest a difficult relationship between cohesion and diversity (e.g., Letki 2008) . Ahmed (2012) has suggested that only an unhelpfully limited form of diversity is currently accepted:
The difficulty for liberals is that individual autonomy rests on truths they consider to be 'self-evident' and universal. Whilst liberalism argues that reason must challenge dogma, many non-western peoples challenge nonnegotiable liberal truths as dogmatic and oppressive (p.728).
In part concerns over diversity may be fuelled by the media. The Sunday Telegraph on October 25, 2009 alleged that 'Islamists who want to destroy the British State get £113,000 in funding'. Concern may also be a reaction to the statements of politicians.
David Cameron (Vaughan 2015) has said: Let me be clear: there is nothing wrong with children learning about their faith, whether it's at madrassas, Sunday schools or Jewish yeshivas. But in some madrassas, we've got children being taught that they shouldn't mix with people of other religions; being beaten; swallowing conspiracy theories about Jewish people. These children should be having their minds opened, their horizons broadened, not having their heads filled with poison and their hearts filled with hate.
In this context of fears about diversity a new school inspection regime has been developed to apply to religious institutions offering eight or more hours of study a week to children in England. Additionally, there have been significant changes to government policy some of which applies directly to education. The Prevent Strategy Loss of heritage culture may precipitate a variety of relational and psychological stresses in Vietnamese-American youth, leaving them bereft of a strong sense of cultural identity. As they assimilate into US youth subcultures, academic performance of Vietnamese students tends to decline (Zhou & Bankston, 2000) , and some resort to negative behaviour at school or even turn to delinquent or gang-related activity in the quest for a new identity (Long, 1996; Zhou, 1996) . Lack of proficiency in the heritage language also contributes to intergenerational conflict as children become frustrated when they are unable to communicate effectively with their relatives or with peers in the old country. As family relationships weaken, parental authority correspondingly weakens, the older generation is hampered in its efforts to transmit ethnic values, and family unity often diminishes (Hinton, 1999; Wong-Fillmore, 1991) 
(p.256).
If one were to assume that Heritage schools are providing much needed education a positive relationship with government would be expected. Indeed it might be felt that the general direction of government policy in its commitment to autonomy which can be seen in Cameron's emphasis on the 'big society' would be congruent with heritage schools. In that 'big society': …… people, in their everyday lives, in their homes, in their neighbourhoods, in their workplace, don't always turn to officials, local authorities or central government for answers to the problems they face, but instead feel both free and powerful enough to help themselves and their own communities. (Cameron 2010) However, it seems that the UK government sees supplementary schools as part of the way in which division is created in society. The Prevent Strategy is critical of the previous Labour governments' efforts to promote integration. The RSA in a recent study (Nwulu 2015) (2015) writes of RE losing its essence post 9/11 becoming something to strengthen civic tolerance rather than pursue 'truth'. Conroy et al (2014) feel that RE has been asked to do too much. And Orchard (2015) suggests that
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Causal links between RE as a curriculum subject and a distinctive transformative effect on the attitudes and social behaviour of children and young people have not been proven reasonably beyond doubt (p.51) What seems clear from the above is that Heritage schools are positioned centrally in extremely tense debates. It is unlikely that these schools will be easily accepted by all but they do provide a lens through which citizenship is revealed.
Issue 5: What contributions are made by Heritage schools to achievement?
The debates referred to above about equality and diversity may have particular meaning in relation to specific educational outcomes. While there are legitimate debates about the purpose of Heritage schools there is also a need to ask, perhaps at times rather narrowly and in the context of pressures to achieve academic and other goals across the education sector, whether they make a positive contribution. The nature of citizenship is revealed in part in relation to functionality (can citizens operate within society) and excellence (are we providing the best for citizens). As such we can explore issues of citizenship by considering whether the schools that are Ramalingam and Griffith (2015, p.9) and that "Poly had been an important avenue to their further social, cultural and educational participation" (p.890). Chine and Tucker (2005) argued on the basis of their study that:
There is a strong relationship between the participants' sense of ethnic identity, attitudes toward the JHL [heritage] school and self-assessed proficiency in Japanese (p.27).
Evans and Gillan-Thomas (2015) suggest that heritage schools promote confidence and well-being. Tereschchenko and Grau Cárdenas (2013) provide a list of potential benefits. Strand (2007) suggests that students enjoy going to supplementary schools.
On the other hand, there are some authors who express reservations about the contributions that supplementary schools make to students' achievements and attainments. Rose (2013) suggests that:
When shadow education becomes widespread, teachers may feel that their students have a safety net outside the school and therefore that the teachers do not need to work as diligently as they might when shadow education is not common (p.365).
and Chan and Bray (2014) argue that: students may reduce their respect for and reliance on their teachers and school curriculum, and instead place more emphasis on the shadow sector (p.365).
Many of the accounts about achievement seem assertive and judgmental with evidence not used or it seeming to be rather inconclusive or inconsistent. This may be because there are such different experiences available. The varied purposes of schools referred to earlier may be important. Rose (2013) and Chan and Bray (2014) were exploring schools that were deliberately supplementary to the mainstream rather than those that aimed at providing something culturally and linguistically distinct. But even when the latter perspective is adopted the evidence is patchy. Tereshchenko & Archer (2015) , for example, argue that students found Bulgarian school hard and boring and so they liked mainstream schools more; but Albanian schools were seen as being more friendly leading to or being a demonstration of a stronger Albanian identity and revealing a situation in which students were not always positive about the UK. What is the contribution made by Heritage schools to achievement? As we do not know there are likely to be tensions in the debates about these schools. If we want to know more about citizenship we need to know more about achievement. Again, Heritage schools provide the lens through which we can explore citizenship.
Issue 6: How do Heritage schools relate to language education?
The role of language is vital for any consideration of the nature and purpose of
Heritage schools and the contributions that they might make to identity and community and so to citizenship. Superficially, it might be imagined that they contribute to language development but there are many debates about this matter.
For some, language is closely related to rights. Starkey (2002) Persons belonging to such minorities shall not be denied the right, in community with the other members of their group, to enjoy their own culture, to profess and practise their own religion, or to use their own language.
When language rights have been abrogated it is clear that an injustice has been done.
However, Schiffman provides a fascinating study of language rights in revolutionary France, Stalinist Russia and 20 th and 21 st century America. He shows that the determination to use one language and discount others can be motivated by the desire for justice. He quotes Barrère who on 27 th of January 1794 addressed the Convention:
The language of a people ought to be one and the same for all. Our enemies had made the French language into the language of the courts; they vilified it. It's up to us to make out of it the language of the people, and to honor it. Federalism and superstition speak Breton; emigration and hate for the Republic speak German; counterrevolution speaks Italian, and fanaticism speaks Basque. Let us smash these instruments of damage and error.
In the US foreign language learning was banned in certain states during the period 1917-23 and subsequent official restriction was not necessary for the continuation of that prohibition.
But not all those who are interested in language development would accept this political perspective. There is a lack of consensus about the relationship between language and identity. Malouf (2006) on the basis of research with VietnameseAmericans an emphasising the importance of age at arrival in a country and family milieu concluded:
Results of this study at least offer the possibility that an integrative cultural identity, with its appreciation for values of both cultures and dual sense of belonging, is a feasible outcome of acculturation, even when additive bilingualism is not present (p.268).
In other words language may not be as important for identity as people sometimes assume. But much of the literature seems to assume a connection. Given the above, arguments are then made by those in favour of connecting language acquisition and identity for particular sorts of action to be undertaken. He (2004) refers to the skills needed for bicultural competence:
(1) knowledge of cultural beliefs and values, (2) In light of the perceived link between language and identity it is then perhaps a small step for some to assert the various connections that may be made between language teaching and social and political matters. Hosack (no date) argues:
Foreign language teachers can promote global citizenship by adopting content that addresses citizenship themes; by focusing on cross-cultural comparisons in order to develop students' intercultural competence; and 21 by training students in communication skills that are essential for democratic dialogue.
The above seems to suggest that the role of Heritage schools which emphasise the significance of language teaching may be relevant to considerations of social and political matters. However, such contexts are controversial even among those who embrace political perspectives and many who research and teach language focus on very different matters. Language for some is a personal, cultural and academic matter;
and entanglement in political debates is seen by them as controversial. Chine and Tucker (2005) , for example, explain without any reference to political issues:
The term 'heritage language' denotes a language other than English that is associated with an individual's ethnic or cultural background and a 'heritage speaker' is someone who speaks or understands a language (other than English) that was spoken at home (p.27).
What is clear is that Heritage schools that focus on language provide a lens through which we can reflect on citizenship. Education Act (number 2) to govern treatment of partisan issues and has been incorporated into subsequent legislation. There is a legal duty on schools and teachers to ensure that partisanship does not occur and that when political material is discussed there is a "balanced presentation of opposing views".
This history of education for citizenship does not need to be rehearsed again here. But It would be naïve to suggest that these uncertainties may be resolved easily. However, we argue both that by identifying and discussing these matters we enhance our opportunities to have discussions that are more meaningful and, possibly, more positive. The 7 issues that we have identified in this article throw light on the nature of aspects of citizenship and citizenship education. Heritage schools are the lens
